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Introduction: Comparing educational systems
In view of the diversity of settings that may exist both within and across countries on a worldwide scale, providing a broad perspective on the Eastern and Western educational systems within which the notion of bullying in schools can be considered is not straightforward. For those attempting to make cross-national comparisons, some basic parameters linked to the structure of different educational systems that provide a context within which some aspects of bullying can be examined are outlined in this chapter. 
With regard to the Scandinavian, Central/Southern European, North American, Australasian and Eastern regions that feature in this book, the countries that are focused on include Norway, Finland, England (sometimes United Kingdom where statistics are provided on that basis), the Netherlands, Germany, France, Italy, Spain, the United States of America (US), Canada, Australia, New Zealand, Japan, South Korea, mainland China and Hong Kong. 
Where data are available and where it may be helpful, these countries are considered individually. However, as the education provision within any one country is not assumed to be homogenous, rather than trying to uniquely characterise the school systems within each country some of the data are used only to illustrate how particular aspects of a school system can vary. Through this, the intention is to suggest vocabulary that can be used to describe some of the basic organisational qualities of different schools so that any comparisons might be made more easily.
Economic and international context
Although representing a wide variety of cultures, all of the countries named above, apart from mainland China and Hong Kong, currently belong to the Organisation for Economic Co-operation and Development (OECD). Additionally, most of the countries, including China and Hong Kong as a region of China, also belong to the Group of 20 (G20) countries by virtue of their economic and financial status. In view of this they can be considered to be able to play an active part in searching for and promoting effective policies aimed at enhancing social and economic prospects, including providing incentives for greater efficiency in schooling (OECD 2013a). For example, through the Programme for International Student Assessment (PISA) the OECD has examined educational performance across countries, and the OECD Directorate for Education and Skills has drawn together a huge body of data to allow international comparisons on a range of indicators that it updates annually (OECD, 2013b). Sources such as this will be referred to in the sections that follow.
Responsibility for schooling and types of schooling available in each country
All of the countries focused upon have a public- or state-run system that is responsible for the provision of education over the school years. At national level, this is often through a ministry (sometimes referred to as a department) of education, which is usually concerned with the quality of overall school provision including the curriculum. Having said that, some responsibilities may be devolved down to a more local or municipal level with varying levels of autonomy. In some countries, the education system may be relatively centralised and uniform while in others it may be subject to variation, such as through region. In the case of the US, Canada and Australia, for example, a federated system operates where a central (federal) government oversees a number of regions, each which may have some level of autonomy.
Other systems that are not administered by government may also operate within many countries. These may be private (sometimes referred to as ‘independent’ or ‘non-state’) and include education provided through religious affiliations. Institutions with a religious affiliation may teach the range of subjects found elsewhere but may also teach religious education and uphold the beliefs, principles and practices belonging to their particular faith, while in other institutions the latter may be less evident.
Private institutions may select students and are usually funded through tuition charges. More specifically, an institution may be classified as private if it is controlled and managed by a non-governmental organisation and its Governing Board may not be publicly selected (EACEA, 2012). Alternatives exist, such as private grant-aided institutions which may have their own funding arrangements with government agencies. In some countries (e.g. United Kingdom) the idea of a private school, or institution, usually applies where younger students (e.g., prior to university) are taught, while in other countries (e.g. the United States) a private school or institution can refer to any age-group or level including university.
Levels of education: an international standard classification of education
Education systems can vary widely from one country to another, both in terms of the way they are organised and in terms of what is included in the curriculum. The terminology used to describe different aspects of education systems can also vary both within and across countries. In view of this the United Nations Educational, Scientific and Cultural Organization (UNESCO) has developed and regularly updates an International Standard Classification of Education (ISCED) so that statistics and indicators for different countries can be more easily compared in terms of uniform and internationally agreed definitions (UNESCO, 2012). There are currently 195 Members and 9 Associate Members of UNESCO, and all of the countries (including Hong Kong insofar that it is linked with China) featured in this chapter have been long-standing members. 
The classification is in part based on the notion of ‘levels’ of education. This assumes that educational experience can be grouped into categories which can be ordered and represent “broad steps of educational progression in terms of the complexity of educational content” (UNESCO, 2012, p. 13). The classification system as a whole applies to a range of formal and non-formal education programmes available for those at any age. These may be planned and run by public organisations or recognised private bodies, with non-formal education providing an alternative or complementing formal education as part of lifelong learning (e.g., literacy programmes, adult education, apprenticeships, technical or vocational education, or special needs education) (ibid.). If the range of possible levels applicable from early childhood to adulthood is taken as a whole, then the classification system is complex: as programmes for older students become more specialised or ‘advanced’ then a number of different education pathways may be provided. However, the years represented by the lower levels, usually referred to as ‘schooling’, in all countries can be represented in the main by a linear sequence of levels through which all students would be expected to pass. The ‘Level Descriptions’ for the most recent available version of the Classification System (ISCED 2011) that apply to the school years in all member countries are summarised in Table 12.1. 
Table 12.1 about here
In the ISCED 2011, Level 0 covers early childhood education for all ages, including very young children. There are two categories of ISCED Level 0 programmes: early childhood educational development, and pre-primary education. The former (code 01) has educational content designed for children below three years of age, whilst the latter (code 02) is designed for children from age three years to the start of primary education. This sub-division has been introduced in ISCED 2011 and does not exist in earlier versions. Table 12.1 indicates different ways that programmes at ISCED level 0 may be classified but for international comparability purposes, the term ‘early childhood education’ is used (UNESCO, 2012).
Table 12.1 also shows the ways that programmes classified as ISCED Level 1 may be referred to and, again, for international comparability purposes the term ‘primary education’ is used for this level. Similarly, the term ‘lower secondary education’ is used to label ISCED Level 2 and the term ‘upper secondary education’ is used to label ISCED Level 3 (UNESCO, 2012).
Levels of education and student age
There is a rough correspondence between the ISCED levels and student age across all the countries discussed; however this will be considered in more detail below. Although there are some exceptions, primary education (ISCED 1) typically begins when children are between five and seven years of age and continues for a period of between four and six years. In England, for example, compulsory education begins at the start of the school term (beginning either in September, January or April) following the fifth birthday. If they turn five between September to March, they will start in a ‘reception’ class (ISCED 0) prior to the school academic year in the following September. However, since many children begin primary school in the September following their fourth birthday they will be placed in reception for an entire academic year. In the Netherlands many children begin school at the age of four, with compulsory schooling from the age of five, and ISCED 1 beginning at the age of six (Eurydice, 2013a).
In most cases, from the ages of 10, 11 or 12 primary education is followed by lower secondary education. Upper secondary education (ISCED 3) usually begins when students1 are around 15 or 16 years of age and may continue for 2 to 5 years (Eurydice, 2013b). It is for students in the secondary age-range that the structure of different educational systems can become more complex owing to different types of provision. As a rule, if education is of a more general nature and carried out in what is deemed to be a school setting then it can be regarded as secondary education, while technical and vocational provision in other types of institution may be referred to as further education (UNESCO, 2012). In some countries there may also be middle schools that provide for students who would otherwise be in the later primary and early secondary years. Again, this provision and the age-range it applies to can vary both within and between countries. 
Figure 12.1 outlines the educational provision commonly available for children in each country up to secondary level and uses English terminology that is frequently adopted and which can, as a rule, be aligned with that given in Table 12.1. In view of the potential complexity and for the purposes of this chapter, the secondary levels of education shown in Figure 12.1 include any provision that may be made for technical or vocational, as well as general education.
Figure 12.1 about here
The school years and compulsory education
In all of the countries considered, education is compulsory for all children at some point in their lives. Compulsory education invariably means compulsory full-time education where schooling takes place for the greater part of the working day, week and year. Figure 12.2 shows the ages where schooling is compulsory for each country. 
Figure 12.2 about here
Overall, Figure 12.2 suggests that there is relatively little variation in the age at which children should begin compulsory education in all the countries concerned. This is typically from around five or six years of age, although Finland is notable in that it has a relatively late starting age of seven. Compulsory education can continue up to between 16 and 18 years of age and internationally the trend has been to make upward adjustments (Spielhofer et al., 2007). In England, for example, compulsory education will continue to 18 years of age in 2015 (DfE, 2012a). In many countries the end of compulsory education may occur at the beginning of upper secondary (ISCED 3) schooling (Eurydice, 2013b). 
School enrolment rates
In practice for all of the countries considered and where data are available, it appears that nearly all students attend school during the compulsory years. This is suggested from the enrolment rates for the 5-14 age-group in 2011 (OECD, 2013c) which are shown in Figure 12.3. Moreover, it is also apparent from the OECD figures that many students attend school in the years prior to the compulsory period as well as in the years following it. This may be because of the aspirations of students or their families and because this is a right to which the educational systems in some countries are committed, or private provision is available. Figure 12.3 shows the enrolment rates for children in the 3-4 age range as well as for those between 15 and 19 years old. Apart from Finland, Canada and Australia, enrolment rates are well in excess of 60 per cent for 3-4 year olds, and for all of the countries are very nearly 80 per cent or above for 15-19 year olds. Although no directly comparable data are available for China and Hong Kong, as far as the other Eastern countries are concerned, enrolment rates are in excess of 80 per cent for the age-groups either side of the compulsory period. Data from the above OECD source also show that 32 per cent of children in Korea who are 2 years old or less also participate in some form of schooling. For the other countries where data are available for 2 years and under (UK, Germany, France and Italy), the enrolment varies between only 3 and 8 per cent.
Figure 12.3 about here
Student cohorting and year groupings
In most schools in the countries considered, for the majority of teaching purposes, students are grouped into year cohorts based on their age. For example, in England, those born between the beginning of September and the end of the following August are grouped together as a common school ‘year’. In other countries the terms ‘grade’ or ‘form’ may be used to signify a given year group. Although widespread, the use of the term ‘grade’ is potentially confusing in that it is also used in the context of assessment to signify level of achievement. In view of this, as far as possible the term ‘school year’ will be used in this chapter to signify cohorting. For example, School Year 1 for most countries begins with the year in which schooling becomes compulsory, with students moving on to their second year as School Year 2 students, and so on, for many countries until the end of their schooling. 
There are exceptions, however, in how this chronology is represented and, allowing for translation, Figure 12.4 shows the terminology commonly adopted in relation to each country. Since the age at which primary education becomes compulsory varies from one country to another and, depending on the region, within a country, the school year or grade corresponding to a given age will differ. For example, Figure 12.4 shows that a child turning 9 years of age would normally be placed in Year 5 in England, Grade 4 in Canada, and Year 3 in Finland. Countries such as France and Italy have their own terminology which is also abbreviated in Figure 12.4. 
Figure 12.4 about here
School year, or grade, retention/repetition
While the matching of an age-group to a given school year is widely applicable within any one country, there is nevertheless the possibility that some students, usually in connection with academic ability, are moved forward into a cohort where the majority of their classmates may be predominantly older or, conversely, may be subject to ‘grade retention’ or ‘grade repetition’ whereby they are required to repeat a period of schooling or held back and placed with students who are predominantly younger (OECD, 2010). Here ‘grade’ rather than ‘school year’ is used, partly because the term is widespread internationally and partly because the context of its use gives rise to less ambiguity.
In a large-scale PISA survey carried out in 2012 (OECD, 2013d), 15-year-old students were asked whether they had repeated a school year in primary, lower secondary or upper secondary school. For all the OECD countries that took part in the survey, an average of 7 per cent of students had repeated a year while attending primary school, 6 per cent a lower secondary year, and 2 per cent an upper secondary year (ibid.). The details for the countries considered in this chapter are shown in Figure 12.5. In Norway and Japan no grade repetition was reported. Countries such as the Netherlands, Germany, France and Spain have relatively high rates of grade repetition which vary from around 20 to 33 per cent. 
Figure 12.5 about here
School year grouping and level of education
Based on the same 2012 PISA survey (OECD, 2013d), Figure 12.5 shows the average age, and also the proportion of children who are of 5 years of age or below, 6 years of age, or 7 and above on entry into primary school. From Figure 12.5 it is apparent that the United Kingdom, Canada, Australia and New Zealand have a higher proportion of children beginning this stage at a younger age whilst children in Finland, South Korea and China (Shanghai) begin when they are older. It is also apparent that all children in Japan begin primary school in the same year of age.
The combined effect of grade repetition and variation in the starting age for primary education can lead to students from a given age-group being placed in different school years and different levels of education. Figure 12.5 shows that 15-year-old students are generally placed in similar school years in Norway, the United Kingdom, Japan and South Korea. In contrast, greater variations exist in the school years in which 15 year-olds in the Netherlands, Spain, China (Shanghai) and Hong Kong are placed. 
The majority of 15 year-old students are likely to be in School Years 9, 10 or 11 and this is consistent with the modal school year for 15 year-olds in countries participating in the PISA survey where for OECD countries as a whole, 74 per cent of students are reported to be at the modal year, 9 per cent in school years above, and 17 per cent in the years below (OECD, 2013d). From Figure 12.5 it can be seen that all 15 year-olds in Japan and over 95 per cent in Norway and the United Kingdom are placed in the modal school year, while only around 50 per cent of students in the Netherlands are in the modal year. 
School groupings for secondary education
In many countries students may enrol or be placed in different types of secondary school. This may be for the purpose of dividing students according to education provision such as more general academic or vocational pathways. In some countries, such as England, this can take place on the start of secondary school at around the age of 11, while in others this may occur later on from around the age of 15. Selection may be based on assessed aptitude or ability and in the Netherlands, for example, not only school placement but also school year grouping and type of educational programme may be subject to a high degree of student selectivity (OECD, 2013d). 
Class groupings
Methods of grouping students into ‘classes’ for teaching purposes can vary according to country or region, and whether schools are situated in urban or less densely populated rural areas. For schools that have a sufficient number of students within each year group class groupings are most usually based upon ability, and judged by examinations, school entrance tests, or information provided from earlier schooling. 
The terminology used for different types of ability grouping or stratification may not always be used consistently, but some of the logical possibilities that have become established in England and other countries are summarised by Sukhnandan (1998). For example, within larger schools a given year group may be divided into ‘bands’, each consisting of a number of classes of students judged to be of broadly similar general ability. Grouping according to an overall assessment of general ability also includes ‘streaming’ (or ‘tracking’ in the US) where students remain in the same classes for most taught subjects. Some schools may also adopt a ‘setting’ policy (‘regrouping’ in the US) so that a student may be placed in one class according to assessed ability for a particular subject and then placed in another class for another subject, and so on. Setting may apply to a whole year group, a specific band, or for one or more subjects taught and students regrouped accordingly throughout the school day. 
A further ‘within-class grouping’ possibility may be adopted when a class is subdivided into smaller groups that are taught separately. With ‘mixed ability’ grouping (‘heterogeneous grouping’ in the US) class groups may consist of students considered to be of as wide a range of ability that is provided for within the school. In general, for reasons of practicality mixed-ability grouping, including within-class grouping typically for maths and reading, has dominated small primary schools in England, while larger primary and secondary schools have adopted ability groupings such as streaming and setting (ibid.). 
Apart from occurring naturally within single-sex schools, a further organisational possibility that can be adopted in mixed schools is same-gender grouping. This can apply to all, or a subset of subjects taught (such as physical education) and could also be further subject to various forms of ability grouping.
The merits of the above grouping systems have been the subject of extensive debate, not only in terms of achievement and academic performance but also regarding impact upon behaviour in school associated with social effects such as labelling, self-image, well-being and the formation of subcultures (Hargreaves, 1967; Ireson et al., 2001; Ireson & Hallam, 2001; Belfi et al., 2012).
Organisational structures for education
With regard to the more detailed provision of education, different organisational structures are identifiable that may take account of the age-range an institution spans and the kind of curriculum it offers. Three broad organisational models for compulsory education have been distinguished across Europe (EACEA, 2012) and reference to these may also be helpful when describing educational systems elsewhere. These classifications refer to the UNESCO ISCED terminology (Eurydice, 2013b, p. 3), namely:
Single structure education. Education is provided in a continuous way from the beginning to the end of compulsory schooling, with no transition between primary (ISCED 1) and lower secondary education (ISCED 2), and with general education provided in common for all pupils. 
Common core curriculum provision. After completion of primary education (ISCED 1), all students follow the same common core curriculum at lower secondary level (ISCED 2).
Differentiated lower secondary education. After completion of primary education (ISCED 1), either at the beginning or some time during lower secondary education (ISCED 2), students are enrolled in distinct educational pathways or specific types of schooling.
Single structure education is evident in Norway and Finland and lasts up to the end of compulsory education (EACEA, 2012). This structure is also evident in some eastern European countries where the different levels of education (including upper secondary education in some cases) are provided in the same school (OECD, 2011). 
A common core provision is found in around half of all European countries including England, France, Spain and Italy. Here, following their primary education, the same curriculum is followed by all students over the duration of their lower secondary education up the end of compulsory education at age of 15 or 16 (EACEA, 2012).
Primary education followed by differentiated secondary education available through different educational pathways is evident in the Netherlands and in Germany. In preparation for this a choice must be made usually from the age of 10 in Germany and from the age of 12 in the Netherlands (EACEA, 2012).
Prior to education that is differentiated, much of the main provision can be characterised in terms of a ‘general education’ which has been defined as “education programmes that are designed to develop learners’ general knowledge, skills and competencies, as well as literacy and numeracy skills, often to prepare participants for more advanced education programmes at the same or a higher ISCED level” (UNESCO, 2012, p. 14). As students move through the education system from the primary towards the upper secondary years, there is often the possibility of taking different subject options. ‘General education’, typically provided within schools, has been distinguished from ‘vocational education’ which may include work-based components, such as apprenticeships; the latter having been defined as ‘education programmes that are designed for learners to acquire the knowledge, skills and competencies specific to a particular occupation, trade, or class of occupations or trades’ (UNESCO, 2012: 14).
School Transfer
The concept of school transfer often relates to the move by students from a school in one location to another. For example, children may attend primary schools which are smaller and nearer to where they live and then move to secondary schools which are larger and will serve a correspondingly larger area. A number of different primary schools could typically feed into a secondary school, and from the pupils’ perspective this stage of transition is marked by different groupings. In some cases where a secondary school takes students from a large number of feeder schools, a student from a given primary school may be placed amongst a group of peers, all of whom could be unfamiliar. If choice of primary and secondary school is allowed then not only will many pupils be meeting other pupils for the first time but they may find themselves in a situation where class groupings change significantly. In such cases the transition from primary to secondary schools can also be marked by a change from a student being well-known and taught most subjects by one class teacher, to being taught by many subject teachers who each see them for a limited time each week. 
In England, although primary and secondary schools can be on the same site, this is the exception rather than the rule and transition in most state schools occurs at around 11 years of age (Riggall & Sharp, 2008). The possible effects on factors such as on performance and well-being, has led to ‘all-through schools’ offering provision from primary to secondary on the same site (hitherto more frequent in the independent sector) recently becoming more popular in England (Vaughan, 2011). Reasons behind this may relate to management, continuity and progression of the curriculum, cost effectiveness through sharing resources, a common ethos which can allow a shared set values and a strong framework for social, moral and spiritual development of students which in turn could have an impact upon expectations in terms of behaviour (DfES, 2004). Inspection reports also claim that the strengths of all-through schools relate to climate and ethos, quality of relationships, partnerships with parents and the local community (HMIE, 2010). In particular, if strong links between schools and parents and carers develop from connections established when children are in their early or primary years, then all-through schools could build on this and reduce the likelihood of parental or carer presence becoming diminished and disappearing at secondary school level as children get older.
Transfer, of course, can occur at stages other than from primary to secondary. The age at which school transfer occurs can vary within any one country and, as is evident from Figure 12.1, from one country to another. The move from nursery or kindergarten may involve some form of transition as may lower to upper secondary. Although groupings may change, these transitions can be seen as less marked in terms of institution size, pedagogy and teacher continuity. In view of this, there may be certain advantages in the models adopted by some schools in countries such as France, Norway, Japan, and the US which have a ‘three-tiered’ compulsory schooling system, which can include a middle school. Single comprehensive systems that include primary and secondary students are prevalent in Norway and Finland, although in the latter case the comprehensive stage consists of a lower school (7-12 years of age) and an upper school (13-15 years of age), after which students move to either an academic or vocational school (Sutherland et al., 2010). In New Zealand, although standard primary schools are for children between five and around twelve or thirteen years of age, some all-through schools for children from five through to around seventeen or eighteen also exist (Riggall & Sharp, 2008). 
School size
School size, measured as the number of students enrolled in a given school, can vary considerably within any given country and also varies across countries. Sources of data relating to this are available from comparative surveys such as the Program for International Student Assessment (PISA, 2009), the Progress in International Reading Literacy Study (PIRLS, 2011) and the Trends in International Maths and Science (TIMSS 2011) surveys. Based on an analysis of these data carried out by Scheerens et al. (2014), Figures 12.6 and 12.7 show the average primary and secondary school size for those countries where data are available. The median for each country is also shown because, in many cases, the distribution is positively skewed. A further measure of caution is needed when interpreting the figures because what is reported as ‘school size’ within the surveys relates to a specific location and if a school spans a number of different locations (such as with age or gender groupings) then the entire school as an administrative entity may be larger than apparent from the reported data. With regard to bullying, while smaller numbers of pupils at one location may be a factor to be considered, at another level the resources available across a larger multi-location school may be another important factor.
Figures 12.6 and 12.7 about here
With the above provisos in mind, the lowest reported average primary school size is 264.1 for Germany, while South Korea has an average size of 1002.0. More generally, the countries in Scandinavia and Central Europe including the UK have smaller school sizes than the countries in the other regions. This latter trend, however, is not so apparent for secondary schools, which range from 258.7 in Norway to 960.7 in Hong Kong. The reported size for secondary schools is generally larger than primary schools for most countries, although from comparing Figures 12.6 and 12.7 exceptions include Italy, Japan and South Korea.
From further analysis of the PISA data, major differences in school size are apparent in Germany, Italy and the Netherlands. In these countries, secondary school enrolments range from around 100 to over 1000 (EACEA, 2012). This has been accounted for in terms of geographical factors and differences between urban and rural areas, the latter said to account for the greatest differences in school sizes in Europe. Differences in school size recorded in Finland and Norway are relatively low. Norway, moreover, has a scattered population and many of the primary and lower secondary schools are small and only 26 per cent of all schools have more than 300 pupils (NMER, 2007).
The relatively large secondary school size for the UK shown in Figure 12.7 is consistent with the general trend towards a reduction in the number of smaller secondary schools with corresponding increases in size. For example, over the period between 1970/71 and 2012/13 the number of secondary schools fell by 32 per cent with average number of students increasing from around 300 to over 900 (Parliament UK, 2013). According to the available statistics for January 2012, out of 3,268 state-funded mainstream secondary schools in England, 317 had up to 500 students, 1,405 had between 501-1,000 students, 1,226 had 1,001 - 1,500 students and 320 schools had over 1,500 students (DfE, 2014).
A similar trend in the average size of mainstream secondary schools in the US has also been found, namely, from 684 in 1990/91 to 795 in 2000/01 (NCES, 2003). As with England, there are wide variations in school size with 13 per cent of the student population in secondary schools with fewer than 500 students and 39 per cent enrolled in secondary schools with over 1,500 students being reported in 2000/01 (NCES, 2002). It has also been reported that in 1998 the largest secondary school in the US enrolled over 5,000 students, with 274 secondaries having more than 2,750 students (Muir, 2000).
Class size
The average number of students attending classes in primary and lower secondary schools for each country is shown in Figure 12.8. The averages are based on the OECD 2009 Indicators (OECD, 2013c) and are limited to primary and lower secondary education because class size is difficult to define and compare at higher levels, where students often attend several different classes according to the different subject options in which they specialise. The OECD figures used for the number of students per class for lower secondary are based on the number of students attending the highest number of common (usually compulsory) courses of study rather than those being taught in subgroups. From inspecting Figure 12.8 a larger class size is readily apparent for Eastern countries with notably large secondary classes in China.
Figure 12.8 about here
Duration and structure of the school day
In view of a measure of autonomy given to many schools, the duration and exact structure of the school day, including start and end times as well as breaks, can vary from school to school both within, across countries and may also be subject to variation over a number years in response to political or economic factors. Across the school year, some countries (e.g., France, Germany and Spain) require a minimum number of hours which usually increase as pupils get older while other countries (e.g., Finland and the Netherlands) recommend a total number of hours for a level of education, with schools deciding how this time is allocated for each school year. For other countries (e.g., England) there is no mandatory minimum (NFER, 2013).
Although widely reported in non-governmental, non-academic sources and the news media, the availability of more systematic data that can be authenticated for the duration and structure of the school day appears limited. In view of this only an indication of what may be typical in a subset of countries and some of the factors that could be relevant to situations involving are presented. The details given in this section, therefore, are not intended to provide a de facto statement for each country but more as a means of illustrating ways in which these variables might present themselves in different locations.
Duration of school day: With regard to the duration of the school day, Kamette (2011) gives a very broad outline of how school time is organised in some European countries, based on their legal requirements. For example in Germany, lessons are traditionally confined to the morning, starting between 7:30 a.m. and 8:30 a.m. and ending between 11:30 a.m. and 1:30 p.m. However, this may vary according to whether the school week lasts five or six days, and the number of lessons, typically lasting 45 minutes, per week which increases as students get older. More recently, however, in response to criticisms related to social inequalities and working women, some schools have operated on an all-day basis i.e., until 4 p.m. or 5 p.m. at least three times per week. Although in Italy teaching at primary level may take place only in the mornings, over the last one or two decades the norm has been for teaching to take place in the afternoon as well. 
Kamette (2011) also reports that in Spain lessons traditionally are held in the morning and in the afternoon. These usually start between 9 and 10 a.m. with the morning session lasting between three and three and a half hours. This is followed by a break or two and a half hours with lessons in the afternoon continuing until 4 or 5 p.m. However, there have been more recent moves towards a non-stop day with lessons often starting at 9 a.m. and continuing to 2 p.m. and followed by extra-curricular activities later in the afternoon. A similar trend towards a non-stop day is also noted with primary schools in the Netherlands: while schools have usually started at 8:30 a.m. and continued to 3 or 4 p.m. (secondary longer than primary) with a one-hour midday lunch break, lessons in primary schools can end at around 2 p.m. with the children eating in the classroom rather than a separate eating area.
In keeping with Government guidelines (UKSI, 1999; DfE, 2012b), many schools in England start from around 8:30 or 9 a.m. for a morning session followed by a break at lunchtime for approximately an hour before an afternoon session that may continue to between 3 and 4 p.m. However, this could change following more recent legislation (DfE, 2013) giving all schools in England more freedom to decide the day length and the start and end times.
From figures across the US reported by Colasanti (2007), the length of an average teaching day across the elementary, middle and high school years is just over 5 hours, but this can vary from around 3 to 6 hours. A more detailed illustration of this is given in the guidelines for schools in Chicago which, for the elementary and middle school years 6-8, suggest that over an average 7-hour teaching day, 6 hours of instruction are given which includes 45 minutes for a lunch break and 15 minutes for other non-instructional activities such as movement between lessons and use of the toilet (Chicago Public Schools, 2012).
In Japan, primary school often begins around 8:30 a.m. and continues to around 3:00 p.m. (NIER, 2013), with secondary school ending around 5 p.m. (Maruyama, 2011).
Reports of the duration of the school day in China vary considerably. At one extreme according to a press report, this can be as long as 12 hours and followed by two to four hours of homework (SCMP, 2014), while Xinhua (2009) cites a survey carried out by the China Youth and Children Research Centre that Chinese secondary students have study hours that are longer than in other countries such as Japan, the US and South Korea. According to the report, over three quarters of Chinese students say they spend more than eight hours at school with over half saying they study at least an additional two hours a day at home. 
Lesson lengths: Lesson periods can vary widely in duration for different schools and sometimes the periods can be doubled for subjects where practical work may be undertaken. In a survey carried out by Roth et al. (2006) on students in their eighth school year, data for the mean, standard deviation (SD), median and range in length for science lessons were obtained. Among the countries surveyed, lessons ranged from 38 to 90 minute (SD = 8) in the Netherlands with a mean of 47 minutes and a median of 46 minutes. Lessons in the US ranged between 33 and 119 minutes (M = 51, median 46, SD = 16). In Australia lessons lasted between 21 and 92 minutes (M = 49, median 45, SD = 14), and for Japan lessons fell in a narrower range of 40 to 65 minutes with a mean of 50 and a median of 51 minutes (SD = 4).
Home room/specialist teachers: In primary schools, students usually stay in one classroom or ‘home room’, with the same teacher for most or all subjects. However, in secondary schools in many countries students are taught by subject specialists. Students may also move to different rooms, e.g. laboratories for science lessons.  Not only will a given group of students meet a succession of different teachers over the course of a day but if they are placed in sets for some subjects then the class groupings may also change from one lesson to another. This can introduce uncertainty and anxiety and can have an effect on attainment and social and emotional well-being (Sutherland et al., 2010). However in some countries, notably Japan, students at secondary level stay in their own home room for most lessons while the subject specialist teachers move from one home room to another (NIER, 2013).
	Assemblies: Apart from lessons and other curriculum-related activities that are taught, the daily school routine may be comprised of assemblies or gatherings for a whole school, or for subdivisions that involve larger numbers of students than normally comprise a taught class. Assemblies may involve national or faith-related content or content around issues, sometimes of a topical nature, as well as to communicate information. There may also be relatively brief occasions each day when students may gather on a daily basis in separate rooms for administrative purposes such as registration of attendance and for notices or the dissemination of general information. On these occasions the students may not be in their normal class groupings and may be with students from different year groups. 
	Two illustrative case studies of a school day: For most students in their primary or secondary years in Finland, based upon PISA data (CEA, 2006), a typical school day can start between 8 and 10 a.m. and end between 1 and 4 p.m. Lessons are typically 45 minutes long and breaks (requiring primary students to use a playground) last 15 minutes. A 30 minute lunch break is usual with food available at a school cafeteria. Other refreshments may also be available in the afternoon in those cases where the school day is longer. This account also refers to school clubs and other interest groups which meet after school and are often run by teaching staff. The journey between home and school is also referred to; students may walk or use a bicycle where shorter (less than 5 km) distances are involved. Over this distance transport organised by the school might include payment for bus fares or other kinds of transport such as school taxis in rural areas.
An illustration of a typical school day in Japan is made available through the Ministry of Education, Culture, Sports, Science and Technology (NIER, 2013) and is based on a composite of multiple sources of data adapted below. In this, the primary school day is described as beginning at around 8:30 in the morning. Children initially gather in their ‘homeroom’ classroom with their teacher. Children who are on ‘day duty’ lead the morning greetings and the other children follow by saying the greetings. The morning assembly then takes place where a teacher relays messages or cautions. Assembly is followed by the first teaching period in the same classroom and then by a second period. A break between the second and third period allows enough time for children to play outside if the weather permits. This is followed by the third and fourth period and then school lunch. Children on ‘serving duty’ bring lunch to the classroom and those on day duty call the “Itadaki-masu” (let’s eat) greetings before eating. After lunch children are required to clean their classrooms and this is followed by a lunch break where they can play in the school playground, in the gym or other designated areas. In view of the small space available, year groups are rotated in terms of where and when they play. A fifth period follows the lunch break and lessons such as science may last for two consecutive periods with a specialised teacher. After a total of six periods the children return to their homeroom where the homeroom teacher tells them what to bring for the next day or confirms homework. The duty children lead a “Sayonara” (good bye) greeting for the end of the school day around 3 p.m.
Break times and their supervision 
In some countries the notion of a break can relate to time spent away from taught periods so that time is allowed for students to move between lessons, play or socialise inside or outside the main school buildings in designated spaces such as common rooms and playgrounds, eat or drink and also leave school to return home for a given period. In some cases they may be allowed to use their breaktime to go to a library or finish homework. The terminology varies but a ‘break’ can also be referred to, for example, as ‘recess’, ‘playtime’ or ‘lunchtime’. 
Following a survey in England and Wales, Blatchford and Baines (2006) reported the majority of primary and secondary schools having either a 15 or 20 minute morning break with lunchtimes of around an hour for the majority of primary schools, and it tending to be shorter for many secondary schools. However, afternoon break provision varied considerably: for younger primary students, roughly two thirds of schools had either a 10 or 15 minute break and most of the remaining schools had no break at all. For older primary students only around a quarter had an afternoon break and most of the remaining primary schools together with nearly all secondary schools had no break at all. Thus, younger students generally have longer breaktimes. Blatchford and Baines (2006) found that in comparison to a similar survey conducted some 15 years previously, the duration of lunch breaks had become less for schools generally, but particularly for secondary schools.
Blatchford and Baines’ (2006) study also found differences in supervision arrangements and areas that students were permitted during their breaks. In general, primary school students were required to use outside playground areas while secondary school students also had some access to other areas including inside school buildings. Nearly two thirds of secondary students were also allowed off site during lunchtimes, although in around half of these cases parental permission was required. Supervision of break times was carried out by teachers and support workers, the latter often taking this role at primary level at lunchtimes. For secondary schools, closed circuit television (CCTV) was also evident in roughly two thirds of cases in both the school and school grounds, while for primary schools and their grounds this was only found in about one quarter of cases.
Across countries, more generally, other possibilities for the timing of schools breaks and lunchtimes include having them staggered, often for different year groups for logistical reasons. During such times drinks and other refreshments may be available, either in a canteen or other area temporarily designated for that purpose. In some instances lunch may be consumed in the classroom. Students may bring their own lunch, purchase food or in some cases this may be provided without direct cost, or may go home to lunch. In larger schools meals may be provided in more than one ‘sitting’ (UNESCO IBE, 2011).
Summary and concluding comments
Over the course of this chapter some of the basic variables relating to what might be termed ‘the school years’ have been outlined for a number of countries representing parts of the world that are often thought of as ‘East’ and ‘West’. Although historic and cultural traditions can give rise to differences in the way that educational systems including schools are organised and some country-specific trends are discernible, there are also many broad similarities across all of the countries considered. 
Almost all of the countries have compulsory schooling that starts either at the age of five or six (Finland being the only exception). While all of the Eastern countries currently require children to begin by the age of six, some Western countries have set the age at five. Apart from Hong Kong, the period over which schooling is compulsory is nine years in the Eastern countries and at least ten years in the remaining countries. However, the period over which students spend in some form of schooling extends significantly beyond this minimum. It was noted that educational provision is available in all the countries for children from the age of three and that a high proportion of children participate in this. For the majority of countries provision is available at an even earlier age and South Korea is notable in terms of enrolment at this level. Similarly, a variety of educational options extend beyond the compulsory period for older students and, where data are available, the take-up reported for these is predominantly over 80 per cent in both East and West.
With regard to school size, it was apparent that this was larger for primary schools in South Korea and Hong Kong (with no reliable data available for China as a whole) than in other countries. This pattern is similar for secondary schools, although the UK, the Netherlands, Australia and New Zealand also have relatively large school sizes. An East-West pattern was more noticeable for class size, especially for secondary schooling, which from the data reported is greater in the East in comparison to the West. 
Comparisons between East and West of the length of school day are not easily made in that reports from different sources are not always consistent and, furthermore, it is not always clear whether the figures relate only to teaching time or whether they also include break periods. Although longer school days for some Eastern countries have been reported, no clearly verifiable statistics appear to be available.
When attempting to make comparisons between schools in different countries with regard to such notions as academic performance and achievement, there is a vast array of data that has been collected and some of the sources have been drawn upon in this account. However, with regard to some aspects of schooling that could relate to the circumstances of bullying, such as the structure of the school day and how any breaks are supervised, there appears to be less verifiable data from which systematic comparisons can be made. 
From examining the sources that do exist, a range of terminology is evident and the process of translation into English may have contributed to inconsistencies in use that have been found. Although the intention has been to present a set of basic descriptive terms that are commonly used, it should be borne in mind that because of the complexity and variety of different educational systems it is possible that some of these terms will be understood and used differently. 
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Level	ISCED (2011)	Description	Other terms used for the programmes
0     (01)	Early childhood education (01 Early childhood educational development) 	Education designed to support early development in preparation for participation in school and society. Programmes designed for children below the age of 3.        	early childhood education and development, play school, reception, pre-school, or educación inicial. For programmes provided in crèches, daycare centres, nurseries or guarderías, 
0   (02)	Early childhood education (02 Pre-primary education) 	Education designed to support early development in preparation for participation in school and society. Programmes designed for children from age 3 to the start of primary education. 	 
1	Primary education 	Programmes typically designed to provide students with fundamental skills in reading, writing and mathematics and to establish a solid foundation for learning. 	primary education, elementary education, basic education 
2	Lower secondary education 	First stage of secondary education building on primary education, typically with a more subject-oriented curriculum. 	secondary school (stage one/lower grades if one programme levels 2 and 3), junior secondary school, middle school, or junior high school. If programme spans levels 1 and 2, the terms elementary education or basic school (stage two/upper grades).  
3	Upper secondary education 	Second/final stage of secondary education preparing for tertiary education and/or providing skills relevant to employment. Usually with an increased range of subject options and streams.	secondary school (stage two/upper grades), senior secondary school, or (senior) high school.






Figure 12.1. Educational provision for students up to 18 years of age for each country (Sources: Eurydice, 2013c; OECD, 2013c; CIC, 2013; CMEC, 2013; NIER, 2013; GOV.cn, 2005; EDB, 2014) 





Figure 12.2. Compulsory schooling according to age for each country 





Figure 12.3. School enrolment rates by age (2011) for each country 







Figure 12.4. Student age and school year groupings 





























Norway: videregående skole (ongoing school) (VG)
France: Petite section (PS), Moyenne section	(MS), Grande section (GS), Cours préparatoire (CP), Cours élémentaire première année (CE1), Cours élémentaire deuxième année (CE2), Cours moyen première année (CM1), Cours moyen deuxième année (CM2), Sixième (6e), Cinquième (5e), Quatrième (4e), Troisième (3e), Seconde (2de), Première (1ère), Terminale (Tle).
Italy: Elementaire (E), Media (M), Superiore (S)
Spain: Primero (PdP), Segundo (SdP), Tercero (TdP), Cuarto (CdP), Quinto (QdP), Sexton (SdP) (de primaria); Primero (PdESO), Segundo (SdESO), Tercero (TdESO) Cuarto (CdESO), ESO' Enseñanza Secundaria Obligatoria; Primero (PdB), Segundo (SdB) de Bachillerato.
New Zealand: Form (F)
Japan: Elementary (E), Middle (M), Higher (H)
Mainland China: Elementary (E), Lower secondary (LS), Higher secondary (Hs)
Hong Kong: Primary (P), Form (F) 


1 It should be noted that whilst many countries use words equivalent to ‘child’ or ‘children’ for those at nursery or beginning primary school, the word ‘pupil’ is also used in many English speaking countries to refer to those at primary and secondary level. ‘Student’ has often been used to denote the recipients of education beyond the primary and secondary years (such as at university) although it is increasingly being used in relation to the schools years. With the exception of the younger age-groups, the terminology used in this chapter reflects this latter trend apart from those country-specific instances where it may be more appropriate to use an alternative. 



